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held, during which, in a spirit of self-study action research, we conduct 'professional conversations' (Clark, 2001) To 'enhance the learning' of our student teachers, we are trying to rethink 'both the social relationships and the processes of abstracting knowledge from experience' (Douglas and Ellis op cit), and reflective practice is encouraged and developed throughout each of the four year programmes -culminating in the self-study action research project in Year 4.
 Year 1 students are encouraged, from the outset, to see themselves as 'education researchers' and to view any reflective assignments as a form -albeit basic -of education 48 research. I am course leader for two modules entitled 'Foundations of Teaching and Learning 1' and 'Foundations of Teaching and Learning 2' in which students are introduced to the principles underpinning learner-centred teaching and to pedagogical relationships underpinned by Buber's (1965) 'I-Thou' theory. They are also introduced to Whitehead's (1993) 'Living Educational Theory'.
 Year 2, 'Becoming critical' (Carr & Kemmis, 1986) : In a module called 'Critical and Reflective Practice' of which I am course leader, students begin to examine critically the complexity of the field of education and to recognise the ambiguities inherent in different perceptions of the purposes of education.
 In Year 3, students begin to undertake their two year engagement with self-study action research. They are asked to examine their educational values and to identify an area of concern -based on School Placement experiences -which might merit more careful scrutiny. This culminates in researching the literatures around their chosen area. Rather than being seen as a traditional 'literature review', their assignment is entitled "How do I deepen my understanding of ...?"  In Year 4 students revisit their 'area of concern' and use their final School Placement setting as a site for examining their practice in a critical, reflective and reflexive manner through a self-study action research approach, grounded in Whitehead's (1993) 'living theory' principles.
New form of knowing for undergraduates
For students who struggle to see themselves as 'knowers' in third level, self-study action research could be perceived as being grounded in a radical and new approach to knowledge and knowing. The students' previous experience of education has been largely that of 49 receiver of others' knowledge. Now they are being asked to see themselves as generators of educational theory as they theorise their own practice. Up to this point, apart from their reflective journal assignments, they have been required to use the third-person passive voice in written academic work. This switch of focus to 'I and me and my practice' (in an assignment worth 40% of a 10 credit module) can be destabilising for some students. 
As

School Partnership
In Year 1, students carry out classroom observation in senior Primary School settings. During the following three years, they engage in teaching practice in post primary settings. They carry out their self-study action research project during their final placement. School Partnership is a collaborative process: researching practice in such a setting involves many different kinds of documentation: lesson plans, schemes of work, reflections, and evaluations. These documents serve as data gathering opportunities. This then immediately involves others -pupils, tutors, peers, co-operating teachers and principals as collaborators and participants and in the role of critical friends. The ethics statement and permission request submitted to the school authorities in advance of the placement emphasises however, that this is not research 'on' the school or the pupils, but that the focus of the research is the student teacher's own practice.
Some students struggle to understand that self-study action research is grounded in the idea that knowledge is a creative and dynamic process and that people have the capacity for 50 coming to know in ways that are appropriate for them. They struggle with two main sets of values: ontological and epistemological.
Epistemological assumptions
One of the greatest hurdles I have to overcome as I developed this module is the scepticism with which a few students greet self-study action research -particularly mature students, some of whom have already been accredited with MA degrees grounded in traditional epistemology. As I promote a self study action research approach that I hope will contribute to 'fluidising historical and cultural boundaries' (Whitehead, 2013, p 
 Mode 1 (dominant conceptual, abstract forms)
 Mode 2 (practical) types of knowledge (Gibbons et al, 1994) . One wonders if, in fact, it is because of the 'potential standoff' (Douglas & Ellis, 2011, p. 175) to which I referred earlier. Douglas and Ellis suggest that, institutionally, universities and schools are required to work with 'different conceptual tool-kits' (op cit). Students who have long been exposed to valuing abstract knowledge, or 'assessable/measureable' knowledge, over practical 'knowing', find this transition from one epistemological 'tool-kit' to another particularly difficult. And, being students, they are positioned in a power differential in relation to staff who evaluate, judge and mark. Do they, in fact, have any choice about epistemology when presented with the assignment outline?
A student teacher on placement is caught, I believe, in a sort of no-man's land of competing pedagogical relationships. This has relevance for the ontological stances underpinning both the relationship I have with my students and they with me (and with other college staff), and the pedagogical relationship they face with their pupils and with school personnel and supervisors.
Ontological perspectives
Ontology is described in McNiff (2013, p. 27) as "the way we view ourselves, a theory of being", and influences how we see ourselves and others. The ontological assumptions of school placement then are to do with several different scenarios:
 How do student teachers position themselves as knowers when they are reliant on the evaluations of college staff -people like me -while they are in 'student mode' on campus?
 How do they position themselves as knowers when they are on placement as teachers in classrooms?
 How do these competing perspectives influence how they position themselves as researchers?
Some of our undergraduates found these competing identities difficult concepts with which to grapple. They had been exposed since their first year Foundations modules to Buber's (1947 Buber's ( /1965 ) 'I-Thou' theory, which underpins the ontological implications of saying, for example, "We do not talk about 'studying the children in Class 2B'. We talk instead about 'studying our teaching of the children in 2B' -in collaboration with them". Where epistemological and ontological areas entwine with methodological issues, we risk confusion. Although self-study appeared to have made sense in theory, in practice several students still felt they were researching pupils or 'an issue'. I can relate to this: I was several years into my own study before that particular epistemological penny dropped.
Methodology
Whitehead's action reflection cycles (Whitehead, 1989) (Whitehead, 1993) . Most students genuinely tried to engage with these reflective and reflexive questions and most succeeded. Yet there were times when I wondered what I should do when a student is reluctant or unable to adopt these epistemological and ontological perspectives? How do I live my values of encouraging people to learn in ways that are appropriate for them? Am I actually 'exerting a colonising influence' (Whitehead, 2013, p. 2) on my students when I set out the criteria by which their work will be judged?
In seeking to avoid a colonizing influence I hold in mind Buber's notion of the special humility of the educator. "… his selection remains suspended, under constant correction by the special humility of the educator for whom the life and particular being of all his pupils is the
decisive factor to which his 'hierarchical' recognition is subordinated. (Buber, 1947 , p. 122, cited in Whitehead. 2013 
. 2).
Successes -some examples of students' research:
Lest it be perceived that our Year 3 and Year 4 experience with self-study action research was problematic, let me assert that no student failed the assignment. Of the 51 students who did the self-study action research, 10 received a mark of 70 or higher, and only 5 received a mark of 45 or lower. Most students were in the 60 to 69 bracket. Of the low scoring group, 4 were students who generally do not work hard in any modules. One student did not appear to engage at all with the principles underpinning self-study action research.
I will now briefly provide three examples of the kinds of concerns about their practice that students identified as areas for research. I choose to highlight the work of these three students because they have already made their accounts public.
Three examples of students' areas of concern PH described and explained how, acting on a concern about his use of ICT, led to an understanding that he was reifying ICT as a product that allowed him to demonstrate expertise rather than a useful strategy for enhancing pupil learning. He explained how the action research process has led him to become a reflective enquirer in a more authentic way than usual college 'reflective assignments' did.
When JC set out in year 3 to research an area of concern, he chose to examine 'retention rates in the post primary sector'. He had been profoundly disturbed when, on his third placement in a very disadvantaged school, he realised that only fifty percent of the students he had taught in Junior Cycle returned to school for the Senior Cycle. While researching an 'issue' such as "retention in the post primary sector" might result in improved propositional knowledge 'about' reasons why some students drop out of schooling, J's self-study focus showed him that change must begin in himself. Asking himself the question "How can I teach in a way that will not exclude or marginalise any child?", he saw that he needed to challenge issues of equality and equity so as to engage in authentic inclusive practice.
RM values creativity and began enquiring as to why she found it easier to use creative approaches in one subject area and not in another. Like PH, RM described and explained how her enquiry led to an understanding that reflective practice is not grounded in merely 56 acquiring a skill-set, but instead has become a reflexive way of being and a desire to continue researching.
Transformative learning
Each of these students along with their peers generated a theory of practice that is valid for them. They created 'valid explanations for the educational influences in their own learning, in the learning of others and in the learning of the social formations in which they live and work' and they were and are 'willing to hold themselves to account for living their values of humanity as fully as possible in enquiries of the kind, 'How do I improve what I am doing?' (Whitehead 1993) . This was learning they initiated, it was not learning that was forced onto them. They each, along with their peers, chose their personal area of concern, based on their own experiences in previous school placement settings, and grounded in their unique educational values. They individually chose creative and original ways of collaborating with colleagues, pupils and critical friends; creative and original ways of gathering data; and unique ways of generating evidence using their unique values as standards of judgement (Whitehead and McNiff, 2006, p. 7) . I believe that their learning was transformative in nature: these three students -and many of their peers -have written and spoken about how they 'now think differently', and about how they feel that 'they cannot go back to notknowing'. RM spoke about how she was taken aback when her interviews with pupils showed her that they didn't want all of their teachers to 'use creative methods' -"To be honest, I was gobsmacked. I was so sure they'd love all the arty stuff -because I would have, when I was in school -but instead I learned that they needed some lessons to be plain 'delivery' as exams approached" (excerpt from conversation with RM and PH 2nd June 2013). She realised that by forcing creativity 'upon them' simply because she loved using art, music and drama, was in its own way colonising.
PH came to realise that he was allowing his prowess in ICT to feed his vanity about being 'a really cool teacher' rather than to assist his pupils to learn better. Each of these three students documented and disseminated their understanding of transformation they had brought about in their own learning. Along with their peers, each of them has come to the understanding that reflection must be authentic and personal rather than a prescribed exercise. In a conversation about 'reflection and the written reflective assignments included in school placement requirements', JC In light of this paper, I wish now that I had engaged him more in conversation. However, it would appear that he considers the knowledge generated by the three students to be 'valid'.
60
Successes and dilemmas
The kind of transformation described in the research accounts of my students can only happen when people are ready for it. Not everyone will be at this stage of readiness. As JC stated, people can rattle off standard essays on 'reflection'. They cannot be pressured to be reflective, to write in a way that entails recognising authentic change in themselves: this is something they need to choose to do for themselves.
So whilst I feel validated in encouraging my students to adopt a self-study action research approach because of the quality of authentic learning that was demonstrated by the three students above, and also by nearly all of the other students' research accounts, I now realise that the student who resisted the approach, who was reluctant to write in the first person, and who engaged in a form of traditional social science research, was possibly not ready to engage with the very risky act of self-study, where, as suggested by McNiff and Whitehead requires 'a different mental set from traditional assumptions that knowledge is given ' (2006, p. 31) , and 'where the next moment is unknown'. The invitation was issued: he chose, for whatever reason, not to accept it.
